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1  Introduction 
 
Business management education has recently faced increased criticism for failing to develop 
and nurture students’ ethical behaviour (e.g. Doh, 2003; Ghoshal, 2005; Kashyap et al., 2006; 
Lämsä et al., 2008; Mintzberg and Gosling, 2002; Moosmayer, 2012; Pfeffer and Fong, 2002). 
Typically, such criticism is directed at the lack of effectiveness of education in improving 
		
students’ business performance (Ghoshal, 2005). Ghoshal (2005) argues that in fact, business 
management education can have a negative effect on management practice. Since teaching is 
often inspired by ideologically amoral theories, it leaves students lacking a sense of moral 
responsibility (Ghoshal, 2005). Based on their empirical study of business students’ attitudinal 
changes during business education, Lämsä and colleagues (2008) reported that business 
education might contribute to a narrow view of corporate responsibility in society and a 
devaluation of equal-opportunity employment. Furthermore, many scholars have argued that 
business management education prioritises “hard” competences and instrumentalism over more 
feminine “soft” competences, such as interpersonal skills and personal development (Kelan and 
Jones, 2010; Lämsä and Savela, 2014; Lämsä et al., 2000; Simpson, 2006).   
 While business ethics professors have strived to advance an appreciation for and the 
position of ethics in business education, business manager misbehaviours imply that these 
efforts have not been very effective. A number of ethical scandals have been caused, at least in 
part, by managers’ behaviours (Moosmayer, 2012). This article suggests that this situation is 
due to the emphasis on normative theories of ethics in education and teaching, which creates 
abstract ideas instead of practical viewpoints in students’ thinking. Consequently, ethics 
teaching may not have any significant effect on students’ performance. When learning the 
principles of right and wrong, students do not learn what moral conduct requires from them in 
practice (Weaver, 2006). As put by McDonald (2015, p. 511), “the dominant approach […] 
constitutes an education about responsibility. Unfortunately, it cannot be deemed to be an 
education for responsibility.” 
 Another challenge faced by business ethics educators and contemporary workplaces is an 
increasing number of issues related to diversity and multiculturalism. The growing numbers of 
diverse and multicultural work groups mean that people from various cultural, social and 
institutional backgrounds need to be able to work together productively (Chao and Moon, 2005; 
Laukkala, 2015). Intercultural conflicts typically result from stereotypes, miscommunications 
		
and misunderstandings of values, orientations, customs and knowledge (Laukkala, 2015). 
Though a diversity of group members can be a source of innovation and creativity (Bassett-
Jones, 2005), various values and habits can also cause interpersonal conflicts and problems 
(Soderberg and Holden, 2002). If not solved constructively, these conflicts may harm 
workplaces and decrease people’s wellbeing (Hiekkataipale and Lämsä, 2015).  
  Many business and management classes are characterised by a unidirectional and 
paternalistic way of teaching, rather than by engagement with students through interaction and 
dialogue (McDonald, 2015). This poses a challenge for business schools to search for new ways 
to teach business ethics and educate their students to understand their future professions as both 
ethically and economically relevant (Minzberg and Gosling, 2005; Moosmayer, 2012; Nelson, 
Poms and Wolf, 2012). Moreover, it seems vital for business schools to develop their students’ 
intercultural competencies so that the students are competent to solve conflicts, cooperate 
constructively and produce innovative ideas in multicultural and diverse groups. Developing 
these competencies requires empathy, attentiveness and experiences of trust to engage in 
productive cooperation (Freeman et al., 2015)—which, in turn, call for innovative, experiential 
and participative teaching methods in the classroom.   
 Fortunately, business ethics teaching has recently received considerable attention from 
scholars in the field (cf. Brinkmann et al., 2015; Freeman et al., 2015; Jonson et al., 2015; Perri 
et al., 2009). The literature includes insightful descriptions and reflections of innovative 
approaches used in business ethics teaching. For example, Shepard, Goldsby and Gerde (1997) 
suggested an approach for teaching business ethics based on business-related classic literature 
and moral philosophy. Likewise, Brinkmann (2008) advocated the use of drama literature and 
scenes in triggering moral reflection and imagination. Van Es (2003) proposed that the film The 
Insider involves moral considerations on personal, professional, organisational and public 
levels and could be used as an inviting cinematic introduction to applied or practical ethics. 
More recently, Freeman and colleagues (2015) outlined the use of creative arts, especially 
		
literature and theatre, in teaching business ethics. They argued that, by drawing on creative arts 
for both method and text, business can be more easily appreciated as a fully human activity. In 
addition to teaching approaches, the growing body of literature has explored criticisms of 
business ethics education as a short-term activity that affects students’ awareness and develops 
their ability to recognise ethical issues, but fails to teach them how to react to or address such 
situations in real life (McDonald, 2015; Perri et al., 2009). Though it provides concrete 
examples of specific approaches, the current literature on business ethics teaching lacks a 
discussion of the use of various methods within a single course. We argue that, by promoting 
constructive and joint knowledge creation, such an approach can increase the effectiveness of 
business ethics teaching and learning.  
 Building on a constructivist learning theory (Bruner, 1973) and a case teaching method 
(Golich et al., 2000), we suggest a mixed learning approach for teaching business ethics in a 
multicultural group. The purpose of this article is to present the principles, objectives and 
implementation of the mixed learning approach. Based on student feedback, we also analyse 
and discuss the effects of mixed learning approach teaching on students’ learning experiences. 
By describing and analysing this specific pedagogical approach, we contribute to increasing the 
knowledge and understanding of the effectiveness of business ethics teaching in higher business 
management education. 
 We argue that the mixed learning approach can offer a solution to the challenge of 
instilling ethics in the competences of business management students – the future decision-
makers. Moreover, when used to teach ethics in a multicultural group, the mixed learning 
approach provides opportunities to develop students’ capabilities to act in a multicultural 
context. In the mixed learning approach, students are understood as actors who construct 
knowledge and meaning by themselves through various individual and social learning 
activities, rather than as objects of teaching, which is the typical view in the traditional teacher-
centred approach to teaching (Freeman et al., 2015). The mixed learning approach pays 
		
attention to the interaction between theoretical knowledge and practical experience; facilitates 
critical thinking and empathy; emphasises students’ reflection, perspective-taking and 
participation; strives for discussion and dialogue; and increases ethical awareness and decision-
making skills.  
 The article is structured as follows. Section 2 presents some central notions about the 
constructivist learning theory and the case teaching method and introduces the mixed learning 
approach. Section 3 describes the use of the mixed learning approach in teaching and learning 
business ethics in a course with a multicultural group of students. Next, Section 4 presents an 
evaluation of the course and the mixed learning approach. The article ends with a discussion 
and some concluding remarks. 
   
 
2  Bases of mixed learning approach: Constructivist learning and case teaching  
 
According to the constructivist learning theory, learners (i.e. students) are regarded as active 
participants instead of passive receivers of knowledge in learning situations (Atherton, 2013). 
While making meaning in relation to a topic that is taught and learnt, students actively construct 
new concepts, ideas and meanings by drawing on their past and current knowledge (Bruner, 
1973). Consequently, the use of cultural, social and situational knowledge, practical 
experiences, theoretical concepts and frameworks is important. According to Piaget (1955), the 
process of assimilation helps learners position new ideas and experiences within the context of 
old ones, stimulating them to rethink and reframe their former knowledge and to integrate new 
experiences and/or ideas into their existing mental structures and schemas. Accommodation, 
another important idea proposed by Piaget (1955), refers to the process by which experiences 
and perceptions transform learners’ knowledge bases and capacities as the learners create new 
patterns of a topic.  
		
 According to constructivism, learners can reach a “zone of proximal development” in 
their learning processes (Vygostky, 1978). Students can, for instance, learn business ethics from 
their experiences in practice. However, there is a difference between what a student can learn 
without help and what she/he is able to accomplish if she/he receives support in the process of 
learning and development (Atherton, 2013). Some students may have very limited experience 
of ethical dilemmas because of their considerably short working lives or lack of ethical 
reflection due to socialisation in predominantly profit-oriented business contexts. While 
spontaneous learning is important, students may not be able to make significant advancement 
without proper assistance, facilitation and support (Atherton, 2013). Therefore, learners need 
support from instructors. 
 The case teaching method combines practical and theoretical knowledge in business 
ethics education (Golich et al., 2000). In general, the case teaching method puts learners in the 
roles of people who need to make decisions or act appropriately in specific events or situations. 
This increases students’ opportunities to position themselves in the situation of a decision-
maker and can foster students’ understanding of what it means to be a responsible moral agent 
(Weaver, 2006).  
 Cases often relate to real-life events (e.g. a company and its operations), but they can also 
be fictional or imaginary (e.g. a film or a novel). In general, a case can be described as a story 
that highlights events, dilemmas and problems in such a way as to allow learners to experience 
the ambiguities, complexities and uncertainties of the ethical issues confronted by the story 
participants (Golich et al., 2000). Teaching with cases allows students to actively seek new 
information and to construct alternative solutions, rather than passively accepting a teacher’s 
views about the decision in question.  
 Previous studies have shown that group diversity increases solution quality in 
brainstorming (Cox et al., 1991) and improves innovativeness (Miller and del Carmen Triana, 
2009). Thus, a multicultural learning environment with students from diverse backgrounds 
		
presents broader and more diverse views on a topic than a homogeneous group (Vygostky, 
1978). Yet, the relationship between diversity and performance can be curvilinear, such that too 
little or too much diversity may be detrimental to performance (Webber and Donahue, 2001).    
 Building on the constructivist learning theory and the case teaching method, we suggest 
using the mixed learning approach to enhance the teaching and learning of business ethics in a 
multicultural group. This mixed learning approach stresses the social form of constructivism, 
which presumes that learners are constructing new ideas and meanings through common 
learning together and with the teacher. Therefore, social interaction has a pivotal role in 
learning (Vygostky, 1978). Additionally, the mixed learning approach adopts Piaget’s (1955) 
idea that learners construct their understandings through various methods and channels, such as 
reading, discussing, listening, telecommunication tools, software education tools, videos, e-
learning etc. Therefore, teaching based on constructivism needs to provide and use several 
methods and activities to be able to challenge diverse learners’ existing knowledge.  
 Using the mixed learning approach in teaching and learning business ethics involves 
several methods and activities (e.g. cases, applied drama, e-learning), which are used to provide 
numerous and varying platforms and chances for learners to practice social interaction in 
various ways. If one activity does not suit some of the learners, another activity may be 
appropriate. This is particularly fruitful in multicultural student groups, in which students’ 
learning styles and backgrounds vary. In the next section, we will describe using the mixed 




3  Using the mixed learning approach in teaching and learning business ethics  
 
3.1  Planning the course 
		
 
With the goal of creating a business ethics course for future business decision makers based on 
the mixed learning approach, university teachers and professors from five countries—namely, 
Estonia, Finland, Latvia, Lithuania and Norway—developed a Baltic-Nordic context-sensitive 
higher education course at the master’s level called “Cases in Organizational Ethics.”  
 Following the idea of the mixed learning approach, the course was designed to 
constructively align attention to both teaching and learning outcomes and the assessment of 
these outcomes. In constructive alignment, each outcome statement contains a learning activity, 
which incorporates a verb that students need to perform to best achieve the outcome: for 
example, “analyse ethical problems” or “create proposals”. This verb articulates important 
learning activities that students need to undertake in order to achieve the intended learning 
outcome. Learning is constructed by the activities that students carry out; thus, learning is about 
what the students do, not about what the teachers do (Biggs, 1996). The role of the teacher is to 
support and encourage the students’ learning processes and to provide them with appropriate 
conditions and tools (Atherton, 2013).  
 The learning targets for the course were set to meet the relational and extended abstract 
levels of the Structure of the Observed Learning Outcome (SOLO) taxonomy (Biggs, 1995), as 
well as the master’s level course in the Bologna process (Sweeney, 2011). The SOLO 
taxonomy allows the teacher to assess students’ work in terms of its quality, rather than what 
the students do or do not know. The idea is that, first, students pick up only one or a few aspects 
and relate them through the learning process (i.e. moving from uni-structural to multi-
structural). Next, the students are able to reach the relational level, at which an adequate 
understanding of the topic is reached. Finally, at the extended abstract level, the students are 
able to conceptualise the new whole at a higher level of abstraction and generalise it to a new 
topic or area. The last two levels require qualitative assessment (Biggs, 1995).  
		
 As learning progresses, it becomes more complex. At the master’s level, learning 
outcomes need to be expressed at the relational and extended abstract levels. Following this 
idea, the learning objectives for the course were planned as follows. 
 
By the end of the course, the student will be able to: 
 
1 recognise and critically reflect on the ethical dimensions of organisational life; 
 
2 analyse, evaluate and solve ethical problems through theoretical frameworks; 
 
3 act as a moral decision-maker in ethically challenging situations and participate 
constructively in a moral dialogue in a multicultural group; and 
 
4 create proposals and argue for how ethics can be promoted by management and 
leadership activities in different organisational and socio-cultural contexts. 
 
 
3.2  The course content 
 
The course content was planned to address the most prevalent and current topics in the field of 
business and organisational ethics. The course topics addressed the following issues:  
 
1 ethical leadership, ethics management and an ethical workplace; 
 
2 stakeholder theory and management; 
 
		
3 gendered organisations and diversity management; 
 
4 corporate psychopathy and decision-making; 
 
5 risk and responsibility. 
 
The first topic on ethical leadership, ethics management and an ethical workplace focused on 
defining and distinguishing ethical and unethical leadership and how leaders can motivate 
others to act ethically in uncertain situations. The second topic, stakeholder theory and 
management, addressed questions concerning business’ role in society, how stakeholder 
management affects corporate reputation, and stakeholder dialogue. Third, the topic of 
gendered organisations and diversity management considered how gendered organisations are 
created and explored business benefits and risks related to diversity programmes. The fourth 
topic of corporate psychopathy and decision-making discussed the characteristics of corporate 
psychopaths and the relations among leadership practices, follower behaviours and 
organisational culture. The topic of risk and responsibility focused on the constitutions of risk 
and responsibility at individual and organisational levels, as well as on distinguishing and 
managing ethical risks.  
 Four teaching cases were written for the course purposes. Most of these cases were 
published in the textbook Cases in Organizational Ethics (Pučėtaitė, 2012), and they were 
available to the students through an online platform. In addition to the cases, the course material 
included relevant readings introducing theoretical approaches to the studied topics. The 
following chapters describe the cases and their use in the classroom, as well as other forms of 
the mixed learning approach used in the course. 
 The Nokia Case and A Clothing Company Case focused on the ethical challenges and 
problems of a Western company operating in a developing country. The classroom activities 
		
were based on the documentary film A Decent Factory, directed by Thomas Balmes (2004), 
and the BBC report Dying for a Bargain (2013). The aim was to reflect the reality and 
challenges of embedding organisational ethics, in particular, in human resource management 
practices in a globalising world. Additional aims were to discuss ethical problems from 
conceptual and practical viewpoints and to learn some of the frameworks of ethical 
organisations. Before watching the film, the students organised themselves into pairs within 
small groups of four people. As each group watched the film, one pair paid attention to 
problems arising for the subcontractor, the employees and the company as a result of actions 
portrayed in the film. The other pair paid attention to advantages received by the subcontractor, 
the employees, and the company. After the film, small groups discussed their views and 
prepared to defend them. This helped the students gain a broader perspective of the topic and 
avoid moralising. Finally, a discussion of the whole group of students followed. Theoretical 
frameworks and concepts were presented during the final discussion, which was moderated by 
two instructors applying team teaching.  
 The Botnia Case focused on the use of stakeholder dialogue in a conflict situation. The 
case described a situation in which a multinational company’s foreign investment raised both 
opposing and supporting views among local stakeholders (Heikkinen et al., 2012). The aim in 
the classroom was to deepen the students’ understanding of the multitude of stakeholder 
interests and to advance their skills in facilitating a dialogue in order to find solutions and avoid 
a conflict. The students were instructed to act in different stakeholder roles and, thus, empathise 
with the different stakeholder views in order to understand the complexity of the situation. 
Team teaching of two instructors was also applied in this case. 
 The Nina Case focus on gendered practices in organisations and, specifically, on the 
barriers to women’s careers. A fictive case developed based on 38 women managers’ stories of 
their experiences in real working life (Lämsä et al., 2012) presented challenges in the career 
advancement of a person called Nina. The aim in the classroom was to facilitate students’ 
		
understanding that managerial careers in organisational life are not gender-neutral; rather, 
career development tends to be gender-sensitive. Another aim was to describe and analyse 
different gendered practices from the viewpoint of managerial careers and to reflect their 
advantages and disadvantages. The students discussed the case in small groups, and each group 
prepared a presentation of the discussion outcomes for the other groups. Analysing the Global 
Gender Gap Report of the World Economic Forum, which students were asked to read before 
the course, complemented the case discussion and added a socio-cultural aspect to the reflection 
of a woman’s professional career. Again, two instructors presented theoretical frameworks and 
concepts during the final discussion.  
 The corporate psychopathy session consisted of a theoretical explanation of the 
phenomenon and its relation to the concepts of unethical, destructive and toxic leadership. In 
addition, statistical data and mini cases were addressed, and the students completed exercises 
using psychological techniques to raise self-awareness and reflect unconscious desires for 
power. The aim of these exercises was to develop students’ skills in recognising situations in 
which power starts to take control over a personality, superseding human remorse. The ability 
to empathise was reflected as a measure to prevent the devastating consequences of destructive 
leadership and toxic organisational environments at individual, organisational and societal 
levels. The group discussion was complemented by a drama exercise aimed at deepening 
students’ understanding of sometimes subtle forms of destructive leadership and the effects it 
may produce.   
 Applied drama methods were used to support case teaching as relatively brief 
interventions leading to reflection and common discussions of ethical issues. The main 
responsibility of the applied drama methods practitioner was to build a safe and trusting 
environment for learning, communication and teamwork, taking into account the differences in 
the course participants’ ages, professional experiences, nationalities, cultures and social skills. 
The students’ level of English, knowledge of business ethics and motivation to take part in the 
		
programme also varied. The use of applied drama methods varied from relatively simple 
techniques (e.g. team building) to the more complex ones. The applied drama methods were 
explained to the students shortly before they were used, and their application created room for 
the students’ spontaneous reactions, behaviours, cooperation and learning. 
 A company visit was organised as part of the course to assist in classroom learning. The 
companies in the visit were selected based on their ethical and/or environmental awareness and 
the respective principles that they applied in practice.  
 
 
3.3  Carrying out the course 
 
The course was carried out in the following three phases, which the students needed to 
complete in order to pass: 
 
1 preparing for the intensive course through e-learning; 
 
2 participating in a six-day intensive course; and 
 
3 completing an independent study journal. 
 
In the first phase, the students independently familiarised themselves with the course topics and 
the course materials available in an online learning environment. All course materials, 
including a detailed course description, cases, articles and student and teacher introductions 
were made available through the online platform. To ensure proper preparation for the face-to-
face classes, the students were instructed to read the pre-selected articles addressing the course 
topics and to write a short essay summarising each of the articles.  
		
 The intensive courses took place in Tallinn, Estonia, in 2013; in Oslo, Norway, in 2014; 
and in Riga, Latvia, in 2015. The courses had 12, 22 and 19 students, respectively. Each year, 
the student composition was diverse in terms of nationality and socio-cultural background. 
Additionally, the composition varied to some extent by age (ranging from early twenties to 
fifties), working experience (some students had extensive professional experience in managing 
positions), and gender (female students were the majority).  
 After the intensive course, the students were instructed to write a study journal based on 
the course literature and the class experience. The study journal had to be a reflective text that 
covered the central theories, concepts and research in the area, as well as their personal 
processes of becoming familiar with the studied topic. The study journal consisted of two parts: 
a concept map and a critical essay. In the first part, the students were expected to examine the 
course topics as a comprehensive and coherent whole. A concept map had to disclose the 
students’ understanding of the key concepts, including their relationships, hierarchies, 
similarities, contradictions etc. In the second part, the students could focus more on a specific 
topic/problem/phenomenon of their own interest. For example, in the field of ethical leadership 
and human resource management, the students could choose to look more closely at how ethical 
leadership relates to other leadership theories. The students had to examine their chosen topics 
critically from various perspectives and theoretical viewpoints based on the course literature. 
Students were encouraged to ask questions and express their own thoughts on the readings. 
 Detailed instructions how to write a study journal and the evaluation criteria for the 
assignment were provided to the students through the online learning environment. Examples of 
concept maps and programs for devising them were also provided.  
 
 
4 Evaluating the course and the mixed learning approach 
 
		
4.1  Collecting feedback 
 
Student feedback was collected after each course round. After the first and third rounds, an 
internet survey was used. The first-round survey consisted of 22 statements in four thematic 
blocks related to the quality of the online course management (e.g. The structure of the course 
in the Moodle environment was clear), gained knowledge (e.g. The course provided an 
opportunity for self-reflection), overall satisfaction with the course (e.g. The course met my 
expectations) and evaluation of the cases (e.g. Please evaluate the course topics by their 
potential to spark your interest). 
 The statements were evaluated on a 7-point Likert scale, ranging from 1 (totally disagree) 
to 7 (totally agree). Open-ended questions for students’ suggestions for course improvements 
and comments on their highest/lowest evaluations were included. In the third round, twelve new 
statements were added to the survey to cover new content and teaching methods (e.g. applied 
drama methods), and the scale was changed to a 5-point Likert scale, ranging from 1 (totally 
disagree) to 5 (totally agree). The students completed the survey after submitting their study 
journals for grading. The survey response rate was 67% after the first round and 84% after the 
third one.  
In the second round of the course, feedback was collected after the last class. The students 
were asked to write down their views on the course’s advantages and their suggestions for 
improvements. After that, they were asked to give a short oral evaluation of the course, which 
was followed by a group discussion on what could be improved and how. This type of feedback 
was aimed at eliciting both rational and constructive comments and emotional reactions to the 
course.   
 
 
4.2  Students’ evaluations and experiences 
		
 
Overall, the students’ feedback indicated that they perceived the importance of “soft issues” in 
their education and that they believed that the multicultural interaction during the intensive 
course added value to their future careers and work. Students appreciated the opportunity to 
relate to others with similar values and to be “not the only ones who believe that ethics is 
important”. Moreover, they acknowledged that cultural backgrounds cannot be taken for 
granted when speaking about ethics and following values in practice: “I do not take it for 
granted any more that ethical and environmental points of view are familiar to all business 
students”.  
 From the perspective of gained knowledge, most students were positive about their 
progress and evaluated it well above average. From the content perspective, leadership topics 
(i.e. ethical and psychopathic leadership) were evaluated as among the most interesting topics 
in the first and third rounds, followed by the topics of gendered organisations and ethical 
workplaces. In particular, the third-round class on ethical workplaces in developing countries 
was reported as eye-opening. Eventually, the introduction of the applied drama methods was 
reported as improving cognitive abilities by offering moments of relaxation and fun. In 
addition, the applied drama methods exercises articulated a particular theme studied through a 
particular case, giving a twist to the already gained knowledge. 
 Although the organisers made efforts to facilitate group dynamics and networking by 
organising a get-together dinner on the day of arrival and encouraging the students to have 
more intensive social lives after the classes, there were remarks in all rounds that an organised 
course excursion or other social program would be beneficial. This was least problematic 
during the first round, in which the group of students was the smallest and the hosting 
institution recruited a representative number of students who took care of the group’s social 
life. This first-round aspect contributed to the group dynamics and enhanced the focus of the 
discussions. 
		
 The most important challenge was to ensure that students with diverse backgrounds 
experience similar learning progress. In this course, there were students who had already been 
studying related topics for at least one year and others for whom this was their first course in 
the field of business and organisational ethics. As a result, some students were learning much 
more than others; this was reflected in the feedback. To address this challenge, before the 
course, the instructors explained to the more advanced students that they should consider the 
whole course as a learning experience and that, if they already knew some of the course 
content, they could take on the role of experts and share their knowledge with the other 
students. Moreover, the students were encouraged to reflect on particular topics more deeply in 
their study journals. 
  
 
5 Discussion and conclusions 
 
The article contributes to the growing stream of literature on business ethics teaching and 
learning in higher education and presents the mixed learning methods approach that allows both 
teachers and students to join in constructive and aligned courses and classroom meetings with 
multicultural groups addressing the problems and challenges of business and organisational 
ethics. In so doing, the mixed learning approach increases our knowledge and understanding of 
the effectiveness of business ethics teaching and learning, while fostering the role of diversity 
in managerial decision-making. 
 Team teaching, several instructors and a multiplicity of methods proved advantageous for 
the effective learning and teaching of business and organisational ethics. A combination of 
experience-based exercises and theoretical learning had a significantly higher effect on 
learners’ understanding of the studied cases and related problems and phenomena than the sole 
application of either approach. Discussion and dialogue between instructors and learners are 
		
useful in case teaching, but they require both parties to develop their communication 
competence, interaction and social skills. This is particularly important in cases of multicultural 
groups. All of these aspects should be considered when recruiting students and teachers for a 
course.  
 A diverse group in terms of ethnicity, age, gender, knowledge level and work experience, 
is useful in a case course; however, students need to be trained to face and address diversity 
before participating. Otherwise, there is a risk of people passing the course with disdainful 
attitudes toward people of different nationalities or backgrounds, resulting from different 
understandings of ethics and morality or distinctive experiences of responsible and sustainable 
business practices. In addition, it is important that the group not be too big. In our experience, 
the group size should not exceed 20 persons, since any larger size undermines opportunities to 
analytically discuss the group work, sufficiently examine the cases or critically prepare the 
presentations. Too large of a group can also create an impression of haste and cause a 
superficiality of discussion.  
 The course also revealed that, though experiential learning through applied drama 
methods can create several positive emotions, it is an intervention activity that can also arouse 
painful experiences. An instructor must be prepared to confront and consider such experiences 
in learning situations. It is important for participants to be able to leave the session with positive 
attitudes and emotions.  
 Our experiment proved that a company visit is considered a useful component in teaching 
and learning business ethics. However, it is important to prepare such a visit carefully. Students 
should familiarise themselves with the company and the aim of the visit beforehand and the 
teachers should agree on the purpose of the visit with the company representatives in advance. 
Moreover, the company representatives should have information on the course, its purpose and 
its participants in order to plan the visit successfully to meet students’ and teachers’ 
expectations. It is also useful for the students to prepare questions to which they can seek 
		
answers during the visit. Requiring a company analysis from the students after the visit could 
further increase their chances of achieving the desired learning outcomes. 
 Drawing on the ideas of constructive learning and case teaching, the mixed learning 
approach presented in this article stresses the importance of using several teaching methods, 
activities and tools in the effective learning and teaching of business and organisational ethics. 
We suggest that the mixed learning approach considers differences in learners’ learning styles, 
giving it an advantage over the single-method approach when teaching business ethics. This is 
important because, though students tend to process and construct knowledge in various ways, 
many teachers tend to prefer a specific teaching style or a mixture of styles, such as lecturing, 
conversation, drama, role playing, etc. This creates a challenging situation, in which it can be 
difficult to match students’ learning styles with teachers’ teaching styles. Therefore, we 
conclude that the mixed learning approach can enhance the effectiveness of students’ learning, 
especially in a multicultural group when a course is organised by several instructors using team 
teaching.  
 The results of the case course analysis indicate that, in general, student diversity can be an 
advantage when teaching and learning business ethics. Diversity in work experience, gender, 
age and nationality proved fruitful for this course. However, too much diversity in students’ 
prior knowledge bases can create challenges related to co-operation and social cohesion, 
especially if the students are not trained before the course to address these kinds of differences. 
It was observed that some of the students in the course who had clearly greater knowledge of 
the topic valued themselves above others and complained about their restricted ability to learn 
new things. When these differences in competence occur between specific participant 
nationalities, as they did in this case, there is a risk of nationality becoming understood as a 
source of incompetence, resulting in negative stereotyping of nationalities. This challenge was 
successfully addressed by explaining to the students that differences in basic knowledge level 
		
existed in the course and that more advanced students should take responsibility for helping 
others and facilitating learning.   
 The course proved that applied drama methods are helpful in teaching and learning 
business ethics because they can contribute to building a constructive and open team 
atmosphere among students. This is particularly important in multicultural and diverse groups, 
in which misunderstandings and their resulting challenges can be greater than in a 
homogeneous group. For this reason, instructor competence in organising motivating drama 
exercises, addressing group dynamics and handling various emotional reactions is crucial. In 
general, we suggest that group learning, which is an important aspect of the mixed learning 
approach, can be more effective in diverse groups than in homogenous groups.     
 Finally, we argue that the success of teaching and learning business ethics depends on the 
extent to which the situations addressed relate to practice and on the students’ ability to use 
their moral imagination in addition to applying ethical theories. Positive experiences increase 
students’ motivation to learn and create more meaningful learning outcomes; thus, they can 
overcome the challenges of learning business ethics and become more responsible business 
professionals. Teaching must be organised to create conditions that allow students to 
understand what is expected and required of them and to advance their own thinking, reflection 
and imagination of the topic. Thus, both clear instructions and spontaneous learning situations 
are necessary.   
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